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ABSTRACT 

This study addresses the question of how pre-service 
elementary teachers can be induced to change their attitudes to mathematics. 
Pre-service elementary teachers want to get mathematical answers right. They 
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paper presents transcriptions of student writing that illustrate and support 
this point . Changing what students value in mathematics is a much harder 
challenge than teaching them mathematical procedures and applications of 
formulas. An antidote is needed to a severely procedural orientation to 
mathematics focused on "correct answers" that prospective teachers have 
learned to value above all. How can we explicitly emphasize connections, and 
assist students to construct relationships between parts of mathematics that 
they see as different? (Contains 21 references.) (Author/MM) 
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What mathematical knowledge do pre-service elementary teachers value and 

remember ? 1 

Mercedes A. McGowen & Gary E. Davis 
Mathematics Department, William Rainey Harper College, Palatine, IL 
Graduate School of Education, Rutgers University, New Brunswick, NJ 

Introduction 

This study addresses the question of how pre-service elementary teachers can be induced 
to change their attitudes to mathematics. We know that pre-service elementary teachers want to 
get mathematical answers right. They want to know which formulas to use, and how to get the 
correct answer. We present transcriptions of student writing that illustrate and support this point. 
Changing what students value in mathematics is a much harder challenge than teaching them 
mathematical procedures and application of formulas. We need an antidote to a severely proce- 
dural orientation to mathematics focused on ‘correct answers’ that prospective teachers have 
learned to value above all. How can we explicitly emphasize connections, and assist students to 
construct relationships between parts of mathematics that they see as different? 

Theoretical perspective 

We could approach the issue of pre-service teachers' attitudes about mathematics through 
the extensive literature on change, and teacher change in particular. However, our approach in this 
study is a different one. It is to focus on students' long-term declarative memories and the relation 
of these memories to individual student gain in test scores over the course. Thus we are attempting 
to build a bridge between what student teachers themselves recall as important in their learning of 
mathematics with what test scores tell us. 

Declarative memories are those we are capable of expressing in words, drawings or ges- 
tures. They are to be distinguished from implicit , or non-declarative, memories that assist us to 
carry out routine procedures and habits (Squire, 1994). Long-term declarative memories are medi- 
ated by protein formation, following gene expression, to stimulate novel neuronal connections 
(Squire and Kandell, 2000). The relevance of this neurological fact is that long-term memory for- 
mation is an energetic, committed process for an individual. Long-term memories — certainly 
those sustained over a period of several months — are therefore a good indicator of what a student 



1. McGowen, Mercedes A. and Davis, Gary E. (2001). What mathematical knowledge do pre-service ele- 
mentary teachers value and remember? In R. Speiser, C.A. Maher, & C. N. Walter (Eds.) Proceedings of 
the XXl I I Annual Meeting, North American Chapter of International Group for the Psychology of Math- 
ematics Education. Snowbird, Utah, Vol. 2, 875-884. 



PERMISSION TO REPRODUCE AND 
DISSEMINATE THIS MATERIAL HAS 
BEEN GRANTED BY 

yi.H^ 



TO THE EDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC) 



1 



2 



U.S. DEPARTMENT OF EDUCATION 
Office of Educational Research and Improvement 
EDUCATIONAL RESOURCES INFORMATION 
a CENTER (ERIC) 

/D^Jhis document has been reproduced as 
received from the person or organization 
originating it. 

□ Minor changes have been made to 
improve reproduction quality. 



BEST COPY AVAILABLE" 



Points of view or opinions stated in this 
document do not necessarily represent 
official OERI position or policy. 



1 



values. Using long-term declarative memories as an indicator of what pre-service teachers valued 
about the mathematics they engaged with, we focused on connections between combinatorial 
problems (Maher & Speiser, 1997) to promote the formation of such memories. The model of 
Davis, Hill and Smith (2000) emphasizes a role for a mathematics teacher in assisting students to 
turn implicit, procedural memories into declarative memories. We used that model to guide us in 
designing a series of interrelated combinatorial problems for the beginning of a 16-week mathe- 
matics content course for pre-service elementary teachers. 

Episodic memory is the system of memory that allows us to explicitly recall events in time 
or place in which we were personally involved. (Tulving, 1983; Tulving & Craik, 2000). Semantic 
memory is the memory system that deals with our knowledge of facts and concepts, including 
names and terms of language. (Tulving, 1972, p. 386; Tulving, 1983; Tulving & Craik, 2000). 
Explanative memory is that part of declarative memory dealing with explanations for facts. Davis, 
Hill, Simpson, & Smith (2000) present a case that explanative memory is a separate memory sys- 
tem, linked to, but different from episodic or semantic memory. Most psychological studies of 
memory are oriented to memory for language. Studies of memory for mathematics are much less 
common. A semantic memory such as “ Paris is the capital of France” has quite different content 
to one such as “ the square of the length of the hypotenuse in a right angled triangle is the sum of 
the lengths of the squares of the other two sides”. The first is a linguistic convention, the other 
expresses a non-obvious fact. Note that this is the way we see these semantic facts: we do not 
claim that students see them similarly. In fact, they often interpret mathematical facts in a similar 
way to simple linguistic conventions. There are, at least, the following distinctions in memory for 
mathematical facts: 

• Labels, customs, and conventions. For example: A prime number is a whole number 
with exactly 2 factors. 

• Things sensed, or done. For example: The proportion of prime numbers less than 500 
is 19%. 

• Things believed. For example: There are infinitely many prime numbers. 

• Things explained. For example: A proof that there are infinitely many prime numbers. 

We refer to these remembered facts as semantic conventions , semantic actions , semantic 

beliefs , and semantic explanations , respectively. Episodic memories and semantic actions — mem- 
ories of things sensed or done in mathematical settings — are easily confounded. The reason, of 
course, is that a semantic action, by its very nature, involves memory of sensing or doing some- 
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thing. However, the critical difference is that one senses or does some non-trivial fact — calculat- 
ing the number of primes less than 100, for example. The episode, remembered as such, is 
overlaid with an act or sense of a fact that goes beyond a mere episode. The distinction between 
episodic memories and semantic actions is one that distinguishes memory for mathematics from 
more everyday memories, as does, in part explanative memory — memory of mathematical expla- 
nations. 

In this paper we will be concerned almost exclusively with semantic conventions — the lin- 
guistic conventions of mathematics. As we remarked, above, these are the simplest form of math- 
ematical factual memory: the memories carrying the least mathematical information. They are 
non the less interesting. The main point of this paper is that the number of semantic conventions — 
memories of conventional mathematical language — a student has and can express at the end of a 
mathematics content course is an indicator of the degree of engagement with the mathematics 
content. That engagement, in turn, is indicative of a change in attitude as to what mathematics is 
about. Our principal aim in relating semantic conventions to student test scores is to generate 
hypotheses as to what motivates student change of attitude in mathematics classes, and to the 
nature of mathematics. Our hypothesis generation uses a combination of heuristic methods advo- 
cated by McGuire (1997) and is “shamelessly eclectic”, in the spirit of Rossman & Wilson (1994), 
in that it mixes both qualitative and quantitative methods in formulating a relevant hypothesis 
about student growth. 

Method 

We set a number of connected combinatorial problems in the first 3 weeks of a 16 week 
course mathematics content course for pre-service elementary teachers. A detailed description of 
all the problems set in the first weeks of the course is seen at: www.soton.ac.uk/~pIrl99/alge- 
bra.html These combinatorial problems were specifically designed to: 

(a) be relatively straightforward to begin working on, given the students’ backgrounds; 

(b) not be susceptible to easy solution by known or remembered formulas; 

(c) set up strong episodic memories as a result of students discussing their solutions in class. 

For example, after students had attempted the problem of finding how many towers of 

heights 4 and 5 they could build using blocks of 1 or 2 colors, they were shown, and discussed, a 
video clip of four grade 4 students attempting the same problem. This problem and its connections 
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with algebra, which we utilized, has been reported on by Maher (1998), Maher & Speiser (1997), 
Maher, C. A., & Martino, A. M. (1996). 

Students worked on the problems in groups. We asked them to write reflectively after each 
of the combinatorial problem sessions, and re-writes were encouraged. After completing the 
sequence of problems, they explained connections between the problems as a homework exercise. 
Opportunities for making connections with their earlier work were provided during the semester 
in questions students hadn’t seen previously on three group and two individual exams. Students 
also wrote mid-term and end-of course self-evaluations. 

The prompts provided to students to generate their initial written statements included the 
following: 

Reflections on Towers Building /. 

Reflect on building 4-high and 5-high towers.Complete the following: 

1 . When I first read this problem, I thought.... 

2. I first attempted the problem by.... 

3. After working with my group I realized.... 

4. I know I have found all possible towers because.... 

Reflections on Towers Building II 

Write a brief paragraph describing your observations and reactions to the video of the “gang 

of four “students working the Towers problem. Complete the following sentences: 

1 . Before seeing the video of the 4th graders working the Towers Problem, I thought.... 

2. After seeing the video, I.... 

3. As a result of the class discussions, I now realize.... 

4. I have the following additional comments and/or reflections.... 

These questions placed value on what students saw and thought, before and after various 
activities, what their reasons were for making various statements, and their reactions to the prob- 
lems and issues raised by them. Other questions asked of students placed value on seeing and 
explaining connections between apparently different problems. 

We focus on the individual gain factor: (final test% - initial test%)/( 100-initial test%) } a 
statistic we use to measure student growth over time. (Davis & McGowen, 2001; McGowen & 
Davis, 2001; Hake, 1998). Individual gain factors are important in measuring student growth 
because they tell us what the student achieved in tests, given what was possible for them to 
achieve. We also coded the written work of students for instances of statements of semantic con- 
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ventions. One student’s written work was omitted from the analysis: this student had recently suf- 
fered brain trauma due to a car accident and had some difficulty with verbal and written 
communication, and with memory. 

Results 

Students' written statements at the beginning of the course indicated wide-spread instru- 
mental views of mathematics. Typical statements include: 

• “Coming into this class, I was under the impression that finding a formula to solve 
a problem was, in reality, the answer to the problem.” 

• “All throughout school, we have been taught that mathematics is simply just plug- 
ging numbers into a learned equation. The teacher would just show us the equation 
dealing with what we were studying and we would complete the equation given 
different numbers because we were shown how to do it.” 

• “As long as I could remember I have seen math as getting the right answer, and 
that being the only answer.” 

Students' written comments indicate that more than three-fourths of the students (15 of 19 
or 79%) experienced changed attitudes towards mathematics and what it means to learn mathe- 
matics. The final write-up carried out individually by all students at week 16 included many 
examples of positive feelings about mathematics and the course. Typical of these comments are 
the following: 

• “When our class finally concluded that the towers, tunnels, grids and Pascal’s Tri- 
angle were all about ‘choices’, everything seemed to fall into place. ...” 

• “... my perspective of mathematics changed over this semester... learning that my 
mathematical understanding was instrumental and not relational. I had to re-leam 
basic math in order to eventually teach it to children.” 

• “Not only did we get the answers, we made connections with other ideas.... That 
is a true way of learning mathematics and what it means.” 

• “This class helped me realize you will get nowhere (sic) knowing equations ... 
you have to understand what you are doing. ... I have learned more in this class 
than any other class that I have ever taken.” 

• “I feel this was the most productive experience I have ever had in my educational 
career. ... I deeply feel that I will be a better educator because of it.” 

• “I have learned that mathematics is indeed a series of interrelated ideas. I was chal- 
lenged to extract these connections from our daily work while acquiring new skills 
in mathematics.” 

Typical semantic conventions in the student’s written work relating to mathematics were: 

• “Prime numbers are counting numbers with exactly and only two different fac- 
tors.” 
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• “A bit is the smallest term of measurement.” 

• “Factors are numbers that can be multiplied together to get another number” 

• “Triangular numbers are the cumulative sum of counting numbers.” 

• . I discovered how each relates. Both present two choices, or a ‘binomial’ .” 

• “In our class discussion, we defined algorithm as a systematic procedure that one 
follows to find the answer.” 

• “The relationship between addition and subtraction is an inverse relationship and 
can be demonstrated with a four-fact family.” 

Individual student gain factors ranged from 0.14 through 0.91. The mean gain factor for 
the class was 0.56 with standard deviation of 0.19. Fourteen of the 19 students (74%) who com- 
pleted the course had a gain factor of 0.5 or higher. 

FIGURE 1: Individual Student Gain 




With the exception of the students with highest and lowest gain factors (0.91 & 0.14), the 
number of statements of mathematical convention generally increased with gain factor. We argue 
that the student, LJ, with the highest gain factor, is an outlier in that LJ made very explicit state- 
ments about the way she approached the course. LJ was the only student to make remarks related 
to organization of her personal life and we infer that this attitude played a role in her significant 
gain. Student NM, with the lowest gain factor (0. 14), was also the student with the highest pre-test 
score: 77% (the pass mark was 80%). NM made many written statements about seeing the mathe- 
matics through the eyes of a child, and how that mathematics could be taught to a child. We infer 
that NM was reasonably satisfied with the level of mathematical understanding indicated by her 
test scores and concentrated, instead, on how that mathematics could be better taught to children. 
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A plot of log 2 (# semantic conventions) versus gain factor gives a correlation with r 2 = 0.70 
when the student with highest and lowest gain factors are excluded (r 2 = 0.48 when they are 
included). The number of semantic conventions did not correlate significantly with either pre- or 
post-test scores. 

FIGURE 2: Gain vs. # of Semantic Conventions 




The students with the highest and lowest gain factors are omitted, as is one student 
who had difficulty with expression and memory due to brain trauma. , 



Discussion 

On the basis of the data presented here we hypothesize that there are at least two distinct 
factors associated with a student obtaining a high gain factor O 0.5). First there is a conscious 
determination to organize one’s personal life and involvement in the course so as to give oneself 
the maximum chance of growth. This is illustrated by LJ, whose growth factor was the highest in 
the class at 0.91 (z-score 1.81). LJ wrote: 

“By immersing myself in the mathematics through group study sessions, timely 
arrival to class, and the completion of homework, I was able to give myself a solid 
foundation in order to delve deeper into mathematics. Throughout this semester, I 
have missed one class, and have been tardy (five-minutes) once.” 

Second, and not obvious until we counted occurrences of conventional mathematical 
terms in student writing, most of the students we studied who had above average gain factors used 
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a number of conventional mathematical terms in their writings that increased exponentially with 
their gain factors. These two things taken together — the increase in gain factor correlated with an 
increase in the use of conventional mathematical terms — suggest to us that for these students 
mathematical growth was associated with an acceptance of and a long-term memory for the lan- 
guage of mathematics. It seemed to us that these students were “buying in” to a mathematical 
ethos, accepting that newly encountered, or revisited, mathematical words mean something other 
than an everyday connotation might suggest. Along with that change in attitude went a corre- 
sponding growth in mathematical achievement 

For most pre-service elementary teachers an important first step in coming to grips with 
mathematics, and developing mathematical maturity, is a decision to take the language of mathe- 
matics seriously, and to work on developing long-term memories for the words and terms they 
meet in content courses. The role of the instructor is paramount in setting up experiences for stu- 
dents that (a) establish strong episodic memories and (b) allow and encourage opportunities for 
students to express themselves using mathematical language. 

We utilized a combination of methodologies — qualitative and quantitative — to formulate 
our main hypothesis, which is that, for a majority of students, higher gain factors are correlated 
exponentially with higher use of conventional mathematical terms. Further, both these factors are 
indicators of student growth in mathematics, accompanied with a changed attitude toward mathe- 
matics. Progress on this hypothesis would require a larger cohort of students, and pre- and post- 
administration of a mathematics attitude inventory such as that of Sandman (1980). 

We also hypothesize that the structure and form of the early weeks of the course, focusing 
as it did on seeing connections and building strong episodic memories, assisted students in chang- 
ing their attitude to the nature of mathematics. Written comments indicate that for approximately 
three-fourths of the class this was the case. There was little in the written comments of the remain- 
ing students, or in their individual gain factors, that indicate a long-term change in attitudes to 
mathematics or substantial increase in basic skills. 

We believe, but do not provide evidence here for the belief, that it is through an emphasis 
on developing strong episodic memories of procedural aspects of mathematics that the implicit 
procedures gain a touch of “emotional color”, and through discussion and reflection are shaped 
into long-term semantic memories. This was a guiding principle of the construction of the mate- 
rial for the course and the conduct of the sessions. 
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Finally, we hypothesize that it is an individual student’s flexibility of thought in mathemat- 
ical settings, that is largely a determinant of their mathematical growth in understanding and basic 
skills throughout the course. (Krutetskii, 1969; Dubrovina, 1992; Shapiro, 1992; and Gray & Tall, 
1994). Krutetskii (1969) and Shapiro (1992) characterize flexible thinking as reversibility: the 
establishment of two-way relationships indicated by an ability to “make the transition from a 
‘direct’ association to its corresponding ‘reverse’ association” (Krutetskii, 1969, p. 50). Gray and 
Tall (1994) characterize flexible thinking in terms of an ability to move between interpreting nota- 
tion as a process to do something (procedural) and as an object to think with and about (concep- 
tual), depending upon the context. For the students reported on here, flexibility of thought 
encompasses both Krutetskii’s and Gray & Tail’s ideas as facets of a broader notion of flexibility . 
In addition to reversible associations, and proceptual thinking focused on the use of syntax to 
evoke both mental process and mental object, we are interested in connections between various 
representations of problem situation, which we refer to as conceptual. An inability to use syntax 
flexibly creates the proceptual divide (Gray & Tall, 1994) and is, in a broader sense, part of a con- 
ceptual divide (McGowen, 1998) in which flexibility is compounded by student difficulties in 
using and translating among various representational forms. Our hypothesis is that while flexibil- 
ity is modifiable over the longer term it is probable that setting expectations for growth in flexible 
thinking at the beginning of a course plays a major role in determining how students grow mathe- 
matically. 

References 

Davis, G., Hill, D. & Smith, N. (2000) A memory-based model for aspects of mathematics teach- 
ing. In T. Nakahara & M. Koyama (Eds.) Proceedings of the 24th conference of the Interna- 
tional Group for the Psychology of Mathematics Education , vol 2, p.225-232. Hiroshima, 
Japan: Hiroshima University. 

Davis, G.E., Hill, D.J.W., Simpson, A.P. & Smith, N.C. Explanative memory in mathematics. 
Under revision for Mathematical Thinking and Learning. 

Davis, G.E. & McGowen (2001) Jennifer’s journey: Seeing and remembering mathematical con- 
nections in a pre-service elementary teachers course. Proceedings of the 25th conference of 
the International Group for the Psychology of Mathematics Education. Utrecht, Holland: 
Freudenthal Institute, Utrecht University. 

Dubrovina, I.V. (1992) The nature of abilities in the primary school child. In J. Kilpatrick & I. 
Wirszup (Eds.). Soviet Studies in the Psychology of Learning and Teaching Mathematics , vol. 
VIII, pp. 65-96. Chicago: University of Chicago Press. 

Gray, E.M. & Tall, D. O. (1994). Duality, ambiguity, and flexibility: A “proceptual” view of sim- 
ple arithmetic. Journal for Research in Mathematics Education , 25(2), 116-140. 




9 



10 



Hake, R.R. (1998) Interactive-engagement versus traditional methods: A six-thousand-student 
survey of mechanics test data for introductory physics courses. American Journal of Physics, 
66(1), 64-74. 

Krutetskii, V.A. (1969) An investigation of mathematical abilities in schoolchildren. In Kilpatrick, 
J. & Wirszup, I. (Eds.), Soviet Studies in the Psychology of Learning and Teaching Mathemat- 
ics, vol I, pp. 5-57. Chicago: University of Chicago Press. 

McGuire, W.J. (1997) Creative hypothesis generating in psychology: Some useful heuristics. 
Annual Reviews in Psychology , 48, 1-30. 

Maher, C.A. (1998) Can teachers help children make convincing arguments? A glimpse into the 
process. Instituto de Educagao Matematica, Rio de Janeiro, Brazil: Grafica Botanica. 

Maher, C. & R. Speiser, R. (1997) How far can you go with block towers? In E. Pehkonen (Ed.), 
Proceedings of the 21st Conference of the International Group for the Psychology of Mathe- 
matics Education, vol 4, pp. 174-181. Helsinki: University of Helsinki. 

Maher, C. A., & Martino, A. M. (1996) The development of the idea of mathematical proof: A 5- 
year case study. Journal for Research in Mathematics Education, 27(2), 194-214. 

McGowen, Mercedes and Davis, Gary. (2001) Changing Pre-Service Elementary Teachers’ Atti- 
tudes to Algebra. To appear in the Proceedings of the 12th 1CM1 Study on The Future of the 
Teaching and Learning of Algebra Conference , University of Melbourne, Australia. 

McGowen, M. (1998) Cognitive Units, Concept Images, and Cognitive Collages: An Examination 
of Processes of Knowledge Construction (unpublished doctoral dissertation). University of 
Warwick, Coventry, U.K. 

Rossman G.B. & Wilson B.L. (1994) Numbers and words revisited — being shamelessly eclectic. 
Quality & Quantity, 28 (3), 315-327. 

Sandman, R. S. (1980) The Mathematics Attitude Inventory: Instrument and User's Manual. Jour- 
nal for Research in Mathematics Education, 1 1(2), 148-49. 

Shapiro, S. I. (1992) A psychological analysis of the structure of mathematical abilities in grades 
9 and 10. In J. Kilpatrick & I. Wirszup (Eds.). Soviet Studies in the Psychology of Learning 
and Teaching Mathematics, vol. VIII, pp. 97-142. Chicago: University of Chicago Press. 

Smith, N. C., Davis, G.E. & Hill, D.J.W. (to appear) A classroom-experiment in mathematical 
memory. To appear in The Journal of Mathematical Behavior. 

Squire, L. R. (1994) Declarative and non-declarative memory: Multiple brain systems supporting 
learning and memory. In D.L. Schacter & E. Tulving. (Eds.) Memory Systems, 1994, pp. 203- 
232. Cambridge, Mass: MIT Press. 

Squire, L. R. and Kandell, E. (2000) From Molecules to Mind. Scientific American. 

Tulving, E. (1983) Elements of Episodic Memory. Oxford: Oxford University Press. 

Tulving, E. & Craik, F.I.M. (Eds.) The Oxford Handbook of Memory. Oxford: Oxford University 




10 




U.S. Department of Education 

Office of Educational Research and Improvement (OERI) 
National Library of Education (NLE) 
Educational Resources Information Center (ERIC) 




<8 




REPRODUCTION RELEASE 



(Specific Document) 

1. DOCUMENT IDENTIFICATION: 




Title: What mathematical knowledge do pre-service elementary teachers value and remember? 


Author(s): McGowen, Mercedes A. and Davis, Gary E. 




Corporate Source: R. Speiser, C.A. Maher, & C. N. Walter (Eds.) Proceedings of the 
XXIII Annual Meeting, North American Chapter of International Group for the 
Psychology of Mathematics Education. Snowbird, Utah, Vol. 2, 875-884. 


Publication Date: 2001 



II. REPRODUCTION RELEASE: 



In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the monthly 
abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy, and electronic media, 
and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if reproduction release is granted, one of 
the following notices is affixed to the document. 



If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom of the 
page. 




Level 1 Level 2A Level 2B 

X 



Check here for Level 1 release, permitting reproduction and 
dissemination in microfiche or other ERIC archival media 
(e.g., electronic) and paper copy. 



Check here for Level 2A release, permitting reproduction and Check here for Level 2B release, permitting reproduction and 

dissemination in microfiche and in electronic media for ERIC dissemination in microfiche only 

archival collection subscribers only 



Documents will be processed as indicated provided reproduction quality permits. 

If permission to reproduce is granted, but no box is checked, documents will be processed at Level 1 . 



Sign 

here, 

please 



i hereby grant to the Educational Resources information Center (ERIC) nonexclusive permission to reproduce and disseminate this document as 
indicated above. Reproductionfrom the ERIC microfiche or electronic media by persons otherthanERIC employees and its system contractorsrequires 
permission from the copyright holder. Exception is made for non-profit reproduction by libraries and other service agencies to satisfy information needs 
of educators in response to discrete inquiries. 



Signature: 




Qroanization /Address : 

(home): 601 Pleasant Place, Streamwood, IL 60107 



Printed Name/Position/Title: 

Dr. Mercedes A. McGowen, Professor Ermerita 



Telephone: 

(630) 837-2482 



E-Mail Address: 
mmcgowen@harper.cc.il.us 



FAX: (847) 925-6049 



Date: 7/23/02 





